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Moderation and the primary school context 
 
Abstract  
This study presents an examination of the enactment of moderation in a Scottish 
primary school.  The study investigated how an individual school made sense of 
moderation. Documentary evidence was gathered providing an in-depth 
understanding of both moderation and the wider context of the school.  Audio 
recordings of three moderation meetings provided data on moderation enactment.  
Unstructured, semi-structured and focus group interviews captured the views of all 
participants involved in moderation. Moderation was viewed positively, understood 
as a social process enhancing collegiality and curriculum improvement. Finally, a 
typology for moderation is proposed. 
  
3 
 
Moderation forms an important part of education and its evolving rationale is 
representative of how policy has changed over the last 30 years; current 
predilections within the performative era position moderation as a means to verify 
educational activities for external audit. Whilst the mechanisms by which this occurs 
differ from state to state for many the focus is on moderation as part of national, 
externally mandated tests. Importantly, moderation also seeks to develop 
professional dialogue and debate underpinned by the belief that ³HGXFDWLRQDOFKDQJH
depends on what teachers do and WKLQN´)XOODQS 115). 
 
Whilst research into moderation is not extensive, there have been a number of large-
scale, mixed methods studies, which claim generalisability to drive system reform 
efforts (cf. Hayward et al., 2012; Klenowski, 2013a). Notably, though, research is 
often sympathetic to a standards-based model and seeks to develop moderation as 
a workable process in the drive to µUDLVHVWDQGDUGV¶(Black, Harrison, Hodgen, 
Marshall and Serrett, 2010; Harlen, 2004). Accordingly, Harlen (2004) recommends 
further research into moderation, in particular with individual teachers and schools; 
Reid (2007, p. 133) concurs stating, ³WKHSURFHVVRIORFal moderation is relatively 
under-UHVHDUFKHG´7KLVODFNRIUHVHDUFKLVVDOLHQWDWDWLPHZKHQpressure on 
schools to act collegially grows but where space to do so is shrinking. For example, 
in Scotland, where the professional nature of moderation is lauded, the view that 
³VFKRROVDQGVWDIIVKRXOGHQVXUHWLPHIRUSURIHVVLRQDOGLDORJXHDQGVXSSRUWWKH
development of staff confidence and professional trust in teachHUV´6FRWWLVK
Government, 2013, p. 6) is offset by repeated calls to reduce teacher workload. Kay 
Barnett, convener of the Education Institute of Scotland [EIS] education committee, 
DVVHUWVWKDWPRGHUDWLRQVKRXOGQRW³VLPSO\EHFRPHDWLFN-ER[H[HUFLVH>«@ORFDO
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DXWKRULWLHVZLOOEHZRUNLQJRQKRZWRWDNHLWIRUZDUG>«@WLPHVSHQWRQIRUZDUGSODQV
and reporting will impact on WLPHDYDLODEOH´(,6, pp. 1-2). There are tensions, 
then, arising from change processes and competLQJGHPDQGVRQWHDFKHUV¶WLPH 
 
This paper is premised on the idea that there is a pressing need for teachers, 
researchers DQGSROLF\PDNHUVWRJDLQDQ³LQFUHDVLQJO\DFFXUDWHDSSUR[LPDtion of 
UHDOLW\´6SUDJXHS 85) of moderation rooted in a well-developed 
understanding of the context in which it is situated. The focus for the paper is 
moderation in Scotland: its enactment in one, local authority primary school where 
the study was WKHWHDFKHUVDQGPDQDJHPHQWWHDPLQWKH³ERXQGHGFDVH´RIRQH
locale (Stake, 1995, p. 2). The research focuses on the micro level of policy 
enactment. 
 
The issue: moderation in Scotland 
For the purposes of this paper, and in keeping with Scottish orientations, moderation 
LVGHILQHGDV³DSURFHVVLQYROYLQJWHDFKHUVLQGLVFXVVLRQDQGGHEDWHDERXWWKHLU
LQWHUSUHWDWLRQVRIWKHTXDOLW\RIDVVHVVHGZRUN´.OHQRZNVL	:\DWW-Smith, 2014, p. 
74). In Scotland, previous policy advocated the use of external moderation through 
QDWLRQDOWHVWV+RZHYHU³LQWKHFOLPDWHRISHUIRUPDWLYLW\WKDWFKDUDFWHUL]HGWKH
VZKDWKDSSHQHGLQ6FRWWLVKVFKRROVZDVYHU\GLIIHUHQWIURPSROLF\LQWHQWLRQV´
tests drove teaching and the curriculum narrowed (Hayward, 2007, p. 255).  A key 
driver for change, which led to changed assessment policy, was the desire to better 
align learning and accountability by ending external testing and introducing teacher 
moderation into primary schools. The Assessment is for Learning (AifL) (cf. Young, 
2005) programme was pivotal in bridging the policy gap, as around one third of 
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SURMHFWVGHYHORSHGPRGHUDWLRQDQGWKHSURJUDPPHUHFRQVWUXFWHG³WHDFKHUV«DV
active learners, rather than the traditional view of teachers as passive conduits of 
SROLF\´+D\ZDUGS,Q6HSWHPEHU$VVHVVPHQWIRU&XUULFXOXPIRU
Excellence (CfE): Strategic Vision and Key Principles communicated four 
fundamental principles for assessment policy in CfE including a focus on breadth 
DQGGHSWKRIOHDUQLQJDVZHOODV³DJUHDWHUIRFXVRQVNLOOVGHYHORSPHQW´6FRWWLVK
Government, 2009a, p. 4).  With the concomitant publication of Building the 
Curriculum 4; Skills for Learning, Life and Work (Scottish Government, 2009), there 
was the clear framing of a paradigm link between learning and the economy. This 
bolstered the proposition put forward in Building the Curriculum 3; A Framework for 
/HDUQLQJDQG7HDFKLQJ³HYHU\FKLOGDQG\RXQJSHUVRQLVHQWLWOHGWRGHYHORSVNLOOVfor 
learning, skills for life and skills for work, with a continuous focus on literacy and 
QXPHUDF\DQGKHDOWKDQGZHOOEHLQJ´6FRWWLVK*RYHUQPHQWS 
 
At the time of the research, Scottish government policy on assessment was outlined 
in Building the Curriculum 5 (BtC5) (Scottish Government, 2011), an explicitly 
³VWDQGDUGV-UHIHUHQFHGDVVHVVPHQWSROLF\´$GLHDSLQZKLFKWHDFKHU
professional judgement, developed and assured through moderation, is pivotal.  
%W&GHILQHVPRGHUDWLRQDV³WKe term used to describe approaches for arriving at a 
shared understanding of standards and expectations for the broad general 
HGXFDWLRQ´6FRWWLVK*RYHUQPHQWS%W&DOVRVWDWHV³PRGHUDWLRQKHOSV
WRUDLVHVWDQGDUGVDQGH[SHFWDWLRQV´6FRWWLVKGovernment, 2010, p. 36) However no 
HYLGHQFHLVSURYLGHGWRVXSSRUWWKLVµFDXVDODVVXPSWLRQ¶ 
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Stated from the outset of BtC5 is the need to create a workforce that can meet the 
GHPDQGVRIWKHµNQRZOHGJHHFRQRP\¶µ+LJKVWDQGDUGV¶ZLOO³WDNHDFFRXQWRI
intHUQDWLRQDOEHQFKPDUNV´ZKLOVW³UREXVWQDWLRQDOO\EHQFKPDUNHGVWDQGDUGV´ZLOO
SURYLGH³FRQILGHQFH´6FRWWLVK*RYHUQPHQWS%W&FRPPXQLFDWHVZKDW
moderation is and highlights aspirations for what it can achieve. The BtC5 ancillary 
document Quality Assurance and Moderation, offers the most extended but also 
most precise definition of moderation whereby teachers are required to: 
1. plan learning, teaching and assessment; 
2. check that assessment tasks and activities provide learners with fair and valid 
opportunities to meet the standards and expectations before assessments are 
used; 
3. VDPSOHHYLGHQFHIURPOHDUQHUV¶ZRUNDQGUHYLHZWHDFKHUV¶MXGJHPHQWV 
4. DJUHHVWUHQJWKVLQOHDUQHUV¶SHUIRUPDQFHVDQGQH[WVWHSVLQOHDUQLQJDQG 
5. SURYLGHIHHGEDFNRQWHDFKHUV¶MXdgements to inform improvements in 
practices. 
 
As well as this checklist, it goes on to say: 
Teachers involved in developing their assessment approaches through participation 
in moderation activities is a highly effective form of professional development. 
(Scottish Government, 2010, p. 3) 
 
Scottish policy therefore conceives of moderation as social, enacted for the dual 
purpose of accountability and professional learning.  However, not prescribed are the 
µSUDFWLFDOLWLHVRIHQDFWPHQW¶LQSDUWLFXODUKRZRIWHQ activities should take place, what 
exactly should be moderated and how this should be done.  According to Hayward et 
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al. (2012, p. 65) the practicalities of enactment have dominated local discourse and 
led to a patchy implementation across local authorities. 
 
Moderation: conceptual issues 
Moderation is located in the wider context of the social, economic, technological and 
FXOWXUDOIRUFHVRIJOREDOLVDWLRQDQG³WKHLQFUHDVLQJFRORQLVDWLRQRIHGXFDWLRQSROLF\E\
economic SROLF\LPSHUDWLYHV´%DOOS 39). The 21st century skills agenda as 
asserted by both the World Bank (WB) (2010) and the Organisation for Economic 
Cooperation and Development (OECD) (2012) strengthens the link between 
learning, schooling and work. Here, WKH³QHZFRQFHSWRI the ideal pHUVRQ´7DWWR
2007, p. LVRQHDUPHGZLWKDVWDQGDUGLVHGVHWRIµVNLOOV¶ZKLFKZLOOHQDEOHone to 
compete in the marketplace. Furthermore, neo-liberal capitalism has become a 
dominant influence on education with its agenda of management systems, 
performance, accountability and measurement and the increasing marketisation of 
education globally (Ball 2008; Lingard, Martino, & Rezai-Rashti, 2013; Ozga, 2012). 
The commodification of education embodied in the certification of knowledge through 
high stakes national and international assessment has underpinned the rise of the 
µNQRZOHGJHHFRQRP\¶%HUHLWHU%URDGIRRW2OVHQ	3HWHUV$GLH
2013b). For this reason, WKHµDFFRXQWDELOLW\DJHQGD¶LVSDUWLFXODUO\SUHYDOHQWLQ
assessment discourses. In particular, the quality, quantity and nature of student 
certification, both at the micro level of individual schools, the meso level of local 
authorities and the macro level of nation states (Priestley & Sinnema, 2014) comes 
to the fore. The use of assessment data for the purpose of accountability is often 
viewed diametrically: as a source of control and surveillance; as forcing malformation 
RIFKDUDFWHUHJFKHDWLQJDVHQFRXUDJLQJµWHDFKLQJWRWKHWHVW¶%DOO
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Broadfoot, 1996; Gipps, 2012; HarlHQDVHQJHQGHULQJWKHµGDWDILFDWLRQ¶RI
education (Lingard, Martino, & Rezai-Rashti, 2013; Roberts-Holmes,  2014); and, as 
µJRYHUQLQJE\QXPEHUV¶2zga, 2009).  On the other hand, there have been attempts 
to reconcile accountability and humanistic educational purposes and drive forward 
change in the nature of assessment. For example, Datnow argues IRU³data-informed 
OHDGHUVKLS´S µLQWHOOLJHQWDFFRXQWDELOLW\¶V\VWHPVZKLFKWUXVWLQ
professional judgement (Klenowski &Wyatt-6PLWK0XUUD\2¶1HLOO
2013); or the certification of skills and competencies that go beyond testing (Harlen, 
2007; Gipps, 2012; Klenowski &Wyatt-Smith, 2014; Wiliam, 2011). This sets the 
scene for the growth of moderation. The rise of a µVNLOOV¶DQGµVWDQGDUGV¶DJHQGD a 
wider and more equitable conception of assessment, the use of a wider range of 
sources of evidence to drive educational decision making, the fostering of trust in 
teacher professional judgement; and, the growth of teacher and learner agency are 
all key drivers in the development of moderation, and in particular social moderation, 
in assessment systems. 
 
From the literature, it is clear that moderation takes on particular meanings within 
educational assessment and from this three main categories can be discerned: 
external moderation; statistical moderation; and, social, also known as consensual or 
group, moderation (Wilson, 1992; Linn, 1993). Statistical moderation, the comparison 
of pupil assessment scores across institutions, is least written about whereas 
external moderation, where standards, rubrics, cross marking or tests are used to 
ensure consistency of judgement across individuals and institutions, is most 
prevalent. For example, Meadmore (1995) applies a Foucaldian lens and posits that 
a standards-based system compiles a body of evidence in order to judge the 
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performance of an individual child. Ultimately this is used as a form of governance as 
WKHFKLOGFRPHVWREHUHSUHVHQWHGE\³DZHERIWH[WV´(1995, p. 16). Thus, µWHDFKLQJ
WRWKHVWDQGDUGV¶EHFRPHs LQGLVWLQJXLVKDEOHIURPµWHDFKLQJWRWKHWHVW¶+XPH	&ROO
(2009, p. 287) concur, describing this phenomenRQDV³DVVHVVPHQWas OHDUQLQJ´. 
 
Conversely, social moderation, the focus of this paper, is the process whereby 
consistency of teacher judgement is ensured through collaborative working, either 
face to face (Wilson, 1992; Maxwell, 2002) or online (Adie, 2013a), within a single 
school, or between schools. Wilson (1992) and Taylor (1994), chart the movement of 
education systems from a paradigm of normative state measurement and control, to 
a criterion and standards-based system where space exists for greater teacher 
control of assessment. Such moves question underlying epistemologies and 
therefore the legitimacy of the measurement model. The contrary suggestion is that if 
standards are explicit, and learning, teaching and assessment aligned, learners have 
JUHDWHUFKDQFHRIVXFFHVV6DGOHUGUDZVRQ+DEHUPDV¶FRQFHSWRID
µOHJLWLPDWLRQFULVLV¶WRH[SODLQERWKWKHULVHRIPRGHUDWLRQLQVWDQGDUGV-based 
assessment systems (Habermas, 1975) and the rise in forms of moderation which 
seek to secure legitimacy for a system in which judgements about learners are not 
purely based on episodic measurements. 
 
Whilst critical theory dominated initially, the drive to grow moderation as an enacted 
practice has resulted in a far larger body of recent interpretivist research sharing a 
common ontology of moderation as a socially constructed and socially situated 
practice. The theoretical lens, which most frequently informs recent thinking, is the 
work of Lave & Wenger (1991) and Wenger (1998). This posits that teachers 
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HQJDJHGLQPRGHUDWLRQIRUPDµFRPPXQLW\RISUDFWLFH¶LQZKLFKWKH\develop their 
assessment judgement and that social moderation by its nature embodies socio-
cultural theories of learning (Adie 2013a; Hipkins & Robertson, 2011; Klenowski & 
Wyatt-Smith, 2014). 
 
More recently, moderation literature has coalesced around a bifurcation of either 
accountability or professional learning. Writers such as Klenowski and Wyatt-Smith 
(2014), Harlen (2007) and Maxwell (2002) note the ways in which moderation can be 
employed as a form of accountability in relation to ensuring valid, reliable and 
accurate teacher professional judgement, or, as a form of collegiate professional 
learning with the potential to alter what teachers do with regards to learning, teaching 
and assessment. Such functioning seeks to provide either ³TXDOLW\DVVXUDQFH´RU
³TXDOLW\FRQWURO´RIOHDUQLQJWHDFKLQJDQGDVVHVVPHQWZLWKWKHFHQWUDOSXUSRVHEHLQJ
WRDOLJQWKH³MXGJHPHQWVRIGLIIHUHQWWHDFKHUV´ERWKZLWKLQVFKRROVDQd between 
schools (Harlen, 2007, p. 20-21); the dichotomy is one of enabling accountability or 
improvement (Maxwell, 2002). Smaill (2013, p. 250) argues that the drive for 
DFFRXQWDELOLW\SXVKHVSURIHVVLRQDOOHDUQLQJLQWRWKHFDWHJRU\RIPRGHUDWLRQ³E\-
SURGXFW´UDWKHUWKDQ³JRDO´DQGOLNHPDQ\DXWKRUVLQWKHUHVHDUFKILHOGDUJXHVIRU
professional learning to be the main aim of social moderation. Whether 
accountability or professional learning is the main driver for PRGHUDWLRQ¶Venactment 
depends on the values underpinning the assessment system and the low or high 
stakes nature of the individual localities in which it is developed. Maxwell suggests 
WKHJUHDWHUWKH³SXEOLFYLVLELOLW\DQGVWDWXV´DMXGJHPHQWKROGVWKHJUHDWHUWKe need 
for accountability (2002, p. 1). 
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To engage in moderation is to engage in a form of deliberation that is bifurcated 
between, on the one hand, distant, measure-based systems, or, on the other, 
interpersonal, socially oriented processes. Indeed, the former may offer a clearer 
and more robust way of determining comparisons. ,PSRUWDQWO\IDFHWVRIWHDFKHUV¶
judgement have been isolated for positivist research scrutiny where teacher 
judgement is measured for accuracy and consistency (Gill and Bramley, 2013; 
Heldsinger and Humphry, 2013; MacCann and Stanley, 2010).  Central to this idea 
of such a positivist approach is comparison, which has yielded some valuable 
information about particular issues such as consistency. However, in this orientation, 
the phenomena compared are treated as unproblematic; that standards, etc. are 
social constructions related to the social world of actors in the moderation process is 
ignored. Indeed, a number of studies and research reviews have found that teacher 
judgement, despite shared criteria or standards, is inconsistent across assessors, 
and is therefore potentially unreliable, particularly as a summative assessment 
measure (Bloxham, 2009; Brookhart, 2013; Hay & Macdonald, 2008). Brookhart 
(2013) recommends further research into how teachers make judgements about 
performance suggesting latent beliefs about pupils compromise validity. Harlen 
(2004) and Black, Harrison, Hodgen, Marshall  & Serret (2010) suggest five slightly 
different criteria for improving the reliability and validity of teacher judgement 
believing that time invested in teacher learning can lead to improvement. Occupying 
an optimistic stance on teacher judgment, Collins, Reiss & Stobart (2010) use a 
large-scale, mixed methods approach (600 respondents) to gather data on the 
removal of high stakes testing in Wales in favour of teacher judgement. Their main 
finding was a positive impact on teaching, learning & curriculum. This agrees with 
the findings of Klenowski & Wyatt-Smith (2012) who chart the impact of high-stakes 
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testing in Queensland. They cite the unreliability of external testing programmes as 
evidence for investment in teacher learning with a view to securing greater alignment 
between learning, teaching and assessment. In agreement, Hayward et al. (2012, p. 
DUJXHIRUSURIHVVLRQDOGHYHORSPHQWWRLQFUHDVHWHDFKHUV¶³DVVHVVPHQWOLWHUDF\´
LQFOXGLQJWKHXVHRI³SURIHVVLRQDODGYLVRUV´3UHVHQWLQJDFRPSURPLVH$OODO013) 
perceives transparency and dependability of teacher judgement, alongside the 
reliability and validity of external testing, to be complementary goals within an 
assessment system. 
 
More recently, and designed to inform the enactment of moderation, Scottish 
DVVHVVPHQWJXLGDQFHKDVIRFXVVHGRQH[HPSOLI\LQJ³DFKLHYHPHQWRIDFXUULFXOXP
OHYHO´DQG³DVVHVVLQJSURJUHVVDQGDFKLHYHPHQWLQVLJQLILFDQWDVSHFWVRIOHDUQLQJ´
(Educationscotland.gov.uk, 2015). National policy has intensified in the last 5 years, 
whicK(GXFDWLRQ6FRWODQGWKHQDWLRQDOSROLF\ERG\DGYLVHVLV³GHVLJQHGWRGHYHORS
XQGHUVWDQGLQJ´(GXFDWLRQVFRWODQGJRYXN+RZHYHUWKLVDUJXDEO\IXQFWLRQV
RQDQLGHRORJLFDOOHYHOWRHQVXUH³WKHDLPVRIJRYHUQPHQWEHFRPHDVVLPLODWHGPRUH
widely throXJKDIRUPRIGLVFRXUVHFDSWXUH´*LOOLHVS:KDWLVQRW\HW
available, which our research seeks to address, is a picture of how individual schools 
make sense of this research and policy landscape, within the constraints of their 
particular context, uncovering how have they understood and enacted moderation 
and how this aligns with current Scottish policy. This paper offers some insight into 
this. 
 
Methodology 
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The methodology employed here is a case study approach where the school is the 
case and moderation the issue (Stake, 1995, p. 2). A case study methodology was 
used to gain a thorough understanding of a singular context. The school, as was the 
case in all primary schools in Scotland, had been asked, through national guidelines, 
to embed moderation as part of its professional activities (Stake, 1995, p. 4). It was a 
rural primary school located in the West of Scotland with 104 children working in 6 
classes, including composite classes, from primary 1 to 7 (ages 5 to 12).  The 
Scottish Index of Multiple Deprivation (SIMD) provides a ranking of areas across 
Scotland from one (most deprived) to 6505 (least deprived).  According to the 
Scottish Government, the school was located in a mid-range area with an SIMD 
score of 4204 (www.Gov.scot, 2015). 
 
The conceptual framework described in figure 1 guided the research. The researcher 
used both propositional knowledge, in the form of factors explored in the existing 
literature, and tacit knowledge of schools and the moderation issue (c.f. Lincoln and 
Guba, 1985, p. 40). The research did not attempt generalisability or comparability but 
rather sought to observe, describe and interpret moderation in situ (c.f. Bassey, 
1999, p. 44). 
 
The above literature presents a tension between moderation for accountability and 
moderation for professional learning. As such matters impact on the work of schools 
and individual teachers, a case can be made for micro-level research. However, the 
interpretive and exploratory nature of this inquiry necessitated openness to the 
possibility of other tensions and themes emerging which were not considered. The 
investigation therefore required questions that would provoke open-ended inquiry 
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Figure 1 ʹ The conceptual Framework for a Singular Case Study 
 
The research questions were: 
1. How is moderation understood in one primary school?  
2. How is moderation enacted in one primary school? 
3. To what extent is/are the purpose/s of moderation realised in practice in one 
primary school? 
 
The population for this study was six fully qualified teachers including a principal 
teacher, one newly qualified teacher, one head teacher and one Local Authority 
Quality Improvement Officer (QIO). Table 2 describes this in more detail. 
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Participant Role 
Participant 11 Principal Teacher 
Participant 2 Teacher 
Participant 3 Teacher 
Participant 4 Newly Qualified Teacher 
Participant 5 Teacher 
Participant 62 Student Teacher 
Participant 7 Teacher and Moderation Facilitator 
Participant 8 Teacher 
QIO Quality Improvement Officer 
HT Head Teacher 
Table 2: Participant details 
 
TKHUHVHDUFKVRXJKWWRFUHDWH³QHZPHDQLQJV´DQG³FRQQHFW>WKHVFKRROV¶
moderation process] with better NQRZQWKLQJV´6WDNHS 97). The researcher 
HQJDJHGLQERWK³GLUHFWLQWHUSUHWDWLRQ´RIERWK³LQGLYLGXDOLQVWDQFHV´DQG
³DJJUHJDWLRQVRILQVWDQFHV´ZKLFK6WDNHVXJJHVWVFDQEHGLVFXVVHG³DVDFODVV´
(1995, p. 4).  Whilst data were JDWKHUHGµIDFWXDOO\¶DERXWHDFKLQGLYLGXDOPRGHUDWLRQ
meeting, the researcher reflected on the data extracted so that they could be 
discussed as a class. 
 
Methods 
                                                          
1 The principal teacher is referred to as a teacher in the data.  
2 The student teacher participated in one moderation meeting, but no data was extracted from her 
contributions as she took an observing role.  
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Qualitative methods were selected. These allowed the researcher to capture a 
detailed picture from the perspective of all participants (Kumar, 2005). Documentary 
DQDO\VLVµVHWWKHVFHQH¶, then: 
x an initial, unstructured interview with the head teacher. The use of 
unstructured interviews can facilitate relationship building and flow like 
³QDWXUDOFRQYHUVDWLRQ´*LOOKDPDS$VWKHKHDGWHDFKHUwas the 
leader and manager of the school, an unstructured interview at the outset 
enabled the researcher to build trust with a key informant. 
x a telephone, unstructured interview with the QIO; 
x As case-study research, ³DOZD\VLQYROYHVWKHVWXG\RIDQLQVWDQFHLQDFWLRQ´
(Adelman, Jenkins & Kemmis, 1980, p. 49), the researcher audio recorded 
three moderation meetings over a period of three months. Audio recording 
allowed the researcher to sit on the side-lines, minimizing any intrusion and 
the possibility of the Hawthorne effect (Newby, 2010). Each moderation 
meeting lasted approximately one and a half hours; 
x A focus group interview with moderating teachers was the final piece of data 
gathered. The interview was responsive to the initial findings of the data and 
gathered the views of teaching staff about key factors relating to moderation.  
70). Staff felt more comfortable interviewed as a group. The focus group 
interview lasted 40 minutes.  
x The research involved one, final semi-structured interview with the head 
teacher. This allowed the head teacher to respond to initial findings of the 
data, and ensure the fullest picture possible of the case, what Lincoln & Guba 
(1985) regard as triangulation through the selection of multiple methods of 
data gathering over time.   
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Data analysis 
Data gathering, analysis and conclusion-making ran concomitantly from the outset. A 
set analytic strategy was followed: 
1. verbatim transcription of recordings and the summarising of documentary 
evidence. All transcripts were sent to participants to ensure accuracy. The 
data was descriptively coded initially using the comments facility of Microsoft 
Word.  Once the descriptive codes were identified, these were then inserted 
into a table to code thematically; 
2. the production of a document summary form to enable the identification of the 
main themes and patterns in the documentary data gathered; 
3. the application of an initial descriptive code to the data; 
4. the application of a second thematic code to the data and the extraction of 
overarching themes. The code was developed as the central themes and 
patterns of the data emerged. 
 
Time was spent with each participant to ensure that data gathered accurately 
reflected that which they had said and to ensure that meaning was correctly inferred. 
The research ZDVJRYHUQHGE\WKH8QLYHUVLW\RI6WUDWKFO\GH¶VCode of Practice on 
Investigations Involving Human Beings (2013).  
 
Results 
School documentation indicated that moderation was introduced to the school by the 
head teacher as a development priority in the Standards and Quality Report for 
2010-11. This report contextualises moderation with a range of wider educational 
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policies and initiative of the time such as Assessment is for Learning and coherence 
between planning, learning, teaching and assessment. Moderation at this time was 
attainment driven, unsurprising given the policy agenda of the curriculum of the time. 
The QIO agreed with this: her view was that moderation was introduced to the local 
authority as a quality assurance process to which schools were subject. ,WZDV³WKDW
kind of model whereby standards were verified and schools were challenged...it was 
DZHHELWLQVSHFWRULDO´4,O). The head teacher confirmed that until 2012 moderation 
ZDVQRWDµZLWKLQ¶VFKRROSURFHVVEXWZDVXVHGWRTXDOLW\DVVXUHWKHPDUNLQJRI
SXSLOV¶ZULWLQJ 
but in my experience, and definitely within [the local authority], moderation 
meant once a year, getting together with staff from other schools and looking 
at pieces of kids writing, and saying why is this a level E, F or post-CfE, why is 
this secure second level or secure first level. And that was the case right up 
until the time we were involved with [a neighbouring local authority] back in 
2012-13. (Head teacher) 
 
Over time, this view changed and the school came to view moderation as enabling 
an understanding oIORFDOO\GHVFULEHGµVWDQGDUGV¶ to be raising attainment in writing; 
to be a process that involved learners; and as a whole school endeavour. A member 
of the teaching staff was appointed as moderation facilitator.   
Professional dialogue and moderation has led to common understanding of 
the high standards we have for attainment in writing, ensuring that teachers 
and pupils are clear as to how to improve.  This has led to high standards of 
written work across the school. (School Standards and Quality Report, 2012-
2013) 
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In the 2013-14 Standards and Quality Report, the understanding of moderation shifts 
DJDLQ³PRGHUDWHGSURMHFWVVWDIIDWWKHVFKRROKDYHGHYHORSHGDPRGHOIRU
PRGHUDWLRQ´+70RGHUDWLRQLQLWLDOO\µLQWURGXFHG¶WRVWDIIwas shifting to a concept 
being understood by staff DVDµSURMHFW¶DQGcollegiate µPRGHO¶ A direct and close 
relationship between national policy and moderation practice in the school seems 
evident. Shown below, the school moderation process, which forms current school 
guidance on moderation, begins with consultation of BtC5.  It is a nine stage social 
process involving collaboration of all staff. 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
&ŝŐƵƌĞ ? PdŚĞ^ĐŚŽŽů ?ƐEŝŶĞ^ƚĂŐĞDŽĚĞƌĂƚŝŽŶWƌŽĐĞƐƐ ?ŐƌĂƉŚŝĐĂƵƚŚŽƌƐ ?ŽǁŶ ?ƚĞǆƚĞǆƚƌĂĐƚĞĚĨƌŽŵƚŚĞ
original school document) 
1.. Making sense of 
NAR flowchart and 
BtC5
2. Selection of 
theme/context
3. Choose Es and Os 
and identify key aspects 
of skill areas
4. Examine progression 
- what is value added at 
each stage of learning?
5. Develop final 
outcome and success 
criteria with pupils
6. Staff moderate 
success criteria to create 
progression rubric
7. Stage partners teach 
together and meet 
weekly
8. Pupils and teachers 
assess individual 
learning and report 
back to parents
9. Whole staff reviewed 
the process against our 
understanding of...
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What became evident was that moderation was enacted in the workplace through a 
spoken rather than written discourse. Indeed, the moderation process outlined in 
Figure 2 above is the only documentation that directly refers to how moderation 
should be enacted in the school. Similarly, the interview data showed that 
moderation was enacted around themes, (enterprise and leadership), and discrete 
curriculum areas with a focus on skills. Moderation was interchangeably referred to 
DVµGRLQJDSURMHFW¶RUµIROORZLQJWKHSURFHVV¶The thematic focus for moderation has 
been decided by the head teacher who, as participant 1 noted, ³ORRNHGIRUWKHVNLOOV
WKDWPD\EHZHUHQ¶WEHLQJFRYHUHGRUWKDWZHQHHGHGWRPDNHVXUHZHZHUHFRYHULQJ
in cXUULFXOXPDUHDV´.   
 
7KHVFKRROXVHGDµFRUHVNLOOV¶GRFXPHQWIURPDQRWKHUORFDODXWKRULW\WRGHYHORSD
locally produced version. Point 3 in the school moderation process identifies that 
VNLOOVDQGVNLOOVSURJUHVVLRQDUHHPEHGGHGLQWKHVFKRRO¶VXQGHUVWDQGLQJRI
moderation. This shift from understandLQJµPRGHUDWLRQDVH[WHUQDO¶WRµPRGHUDWLRQDV
VRFLDO¶ZDVLQFUHPHQWDO. Understanding of moderation within the school was 
LQIOXHQFHGE\WKHORFDODXWKRULW\WKURXJKWKHµWUDLQLQJ¶RIPRGHUDWLRQIDFLOLWDWRUV7KLV
latter idea came from an Education Scotland development officer who was working 
FORVHO\ZLWKWKH4,2LWZDV³KHUEDE\´WKDWVKHZDVWDNLQJIRUZDUG³ZRUNLQJLQUHDO
SDUWQHUVKLS´$FFRUGLQJWRWKH4,2WKHPRGHUDWLRQIDFLOLWDWRUDWWKHVFKRRO³WRRNWKLV
RQULJKWIURPWKHZRUGJR´DQG³LVVRPHRQHZH have used as an example of what 
FDQKDSSHQZKDWFDQEHGRQH´7KHKHDGWHDFKHUDQGSDUWLFLSDQWVWDWHGWKDWWKH
moderation process at the school has been influenced by a cross-authority project 
funded by Education Scotland which coincided with the first \HDURIWKHLUµZLWKLQ
VFKRRO¶PRGHUDWLRQSURFHVV 
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What becomes apparent is that the timing of professional development for teachers, 
in particular the moderation facilitator, was an important variable in developing an 
understanding of moderation in the school. The interview data indicates that all 
participants understood moderation to be a developing practice within the school and 
one that requires leadership. The school constructed their own understanding of 
moderation: 
,W¶VJRWWRZRUNIRUXV«WKHUHLVQRSRLQWLQVRPHRQHWHOOLQJXVWKLVLVKRZ\RX
have to do this. (Participant 2) 
 
The need for moderation to be led, directed and supported was confirmed further by 
the teachers: 
$WWLPHVZHQHHGHGWKHKHDGWHDFKHUV¶YLVLRQDQGVRPHRQHWRGULYHLWIRUZDUG
and to give the time and resources; you need that level of management. 
(Participant 1) 
 
:KLOVWWKHWHDFKHUVXQGHUVWRRGPRGHUDWLRQDVDSURFHVVWREHµOHG¶ they also 
XQGHUVWRRGLWWREHDSURFHVVRYHUZKLFKWKH\KDGµRZQHUVKLS¶DVDZKROHVFKRRO. 
The teaching staff and the head teacher believed moderation had increased the 
amount and the nature of collaborative working in the school, with the head teacher 
VWDWLQJWKDWPRGHUDWLRQKDGEURXJKWDERXW³DZKROHVFKRROXQGHUVWDQGLQJ´
Participants understood planning to be an essential element of moderation. The 
head WHDFKHUVWDWHGWKDWWKHPRGHUDWLRQSURFHVVZDV³UHDOO\SODQQLQJLQWHQVLYH´
Additionally, the teachers made a number of positive comments about joint planning 
as an element of moderation: 
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You are sharing your ideas and actually it cut down on the planning 
WLPH«EHIRUHZHZHUHZRUNLQJLQLVRODWLRQ3DUWLFLSDQW 
 
<RXGRQ¶WIHHODORQHZLWK\RXUSODQQLQJWRGR3DUWLFLSDQW 
 
Data also indicated that all participants understood moderation to be important with 
regard to developing an understanding of the curriculum and in particular, skills 
progression from early to third level of the curriculum. The head teacher commented, 
³ZHZDQWHGWRGHYHORSDSURJUHVVLRQRIVNLOOVLQWHUPVRIOLIHOHDUQLQJDQGZRUN´
whilst participant 1 understood moderation as enabliQJWKH³EUHDNLQJGRZQRIWKH
VNLOOVWRDQDSSURSULDWHOHYHOIRUP\ZHHRQHV´DQGWKDWWKHWHDFKHUV³ZRXOGVHHWKH
SURJUHVVLRQDVWKH\ZRUNHGWRJHWKHU´ 
 
Data indicated that teaching staff came to the planning stage of the moderation 
process informed by proIHVVLRQDOOHDUQLQJDERXWWKHµWKHPH¶WREHPRGHUDWHG$VWKH
KHDGWHDFKHULQGLFDWHG³ZHZHUHQ¶WMXVWPDNLQJLWXSZHZHUHUHVHDUFKLQJ´
Moderation was seen as an opportunity for professional development in relation to 
the curriculum. Staff were judged by WKHKHDGWHDFKHUWRKDYHPRYHG³WRJHWKHUDVD
WHDP´LQDFROODERUDWLYHZD\DVDPHDQVWRHVWDEOLVKVKDUHGSURIHVVLRQDOOHDUQLQJ
and ways of working. Staff looked at research on adult learning cycles, as 
PRGHUDWLRQPRYHGVWDIIRXWRIWKHLU³FRPIRUW]RQH´HT). However, teachers stated 
only positive comments about the enactment of moderation as a collegiate process. 
The moderation facilitator stated, ³ZHVXSSRUWHGHDFKRWKHUZLWKJRLQJWKURXJKWKH
process.  We all took it together as a staff in the right dirHFWLRQ´3DUWLFLSDQWZDV
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FOHDU³ZHOOZHKDYHKDGWLPHVZKHUHZHSODQQHGWRJHWKHUHYHQWKRXJKZHGRQ¶W
KDYHWR>ODXJKV@WKHWKUHHRIXVZLOOMXVWVLWGRZQDQGSODQ´ 
 
This collaborative process was evident in the moderation meetings. Here the 
enactment of moderation followed the nine-stage process. The head teacher led 
these meetings, and kept the discussion focussed by giving instructions and time 
limits. However, despite the direct instruction from above, all felt able to disagree and 
challenge each other. 
 
When making judgements about learners the discussions centred on individual 
children and evidence of their progress in relation to their prior achievement. A 
progression rubric was used to assess learners working in multi-age groups; children 
were QRWDVVHVVHGDFFRUGLQJWRWKHLUFODVVµQRUP¶ 
In terms of what we have spoken about a lot in terms of the progression rubric 
and it not being P5, P6, P7, you can see that with a P5 working at what you 
would expect of a P7 but they all fit into the rubric sRPHZKHUHLWGRHVQ¶W
matter what stage they are at (Participant 7). 
 
Data from the first meeting indicates that deciding upon the experiences and 
outcomes to be moderated took time: 40 minutes of the one hour and 30 minute 
PHHWLQJ7KHZRUGµVWDQGDUG¶LVQot used by participants in any of the transcribed 
data. We can deduce that staff are using learning intentions (LI) and success criteria 
(SC) to frame conversations around expectations and the achievement of learners 
for selected experiences and outcomes (Es and Os).   
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Two teachers suggested that the tracking document which monitors coverage of the 
Es and Os would be a more reliable way of selecting what is to be moderated. We 
can ascertain from this that the moderation process itself is under review and 
teachers feel able to make suggestions for improvement; in this case, regarding use 
of time and the alignment of moderation with curriculum coverage.   
 
Additionally, the evidence used for making judgements in the final moderation 
session was not agreed prior to the meeting. Discussion in the meeting generated 
the moderation agenda discourse. 
HT: I can see you all have in front of you your evidence with your LI rubric and 
your SC rubric, with the SC you got from the children, and you selected 
the key SC that you want to be assessed, yes? So what have you brought 
with you in terms of assessment sheets? Have you got a sample? So I 
JXHVVWKH«LVLWSRVVLEOHWKDWHYHU\RQHKDVDWRSPLGGOHDQGDERWWRP" 
Participant 1 and 2:  We just brought one.  
Participant 3: I have brought a P3 and P4 but the SC is slightly different but I 
GLGQ¶Wdifferentiate across P3 and P4.  
 
7HDFKHUVSUHVHQWHGDQDUUDWLYHDFFRXQWRIVHOHFWHGFKLOGUHQ¶VOHDUQLQJMRXUQH\V
Peer questions were teasing out more information about these. Discussion of the 
evidence of learning was summative in that the project was completed at this point, 
and teachers arrived at the final meeting with assessment judgements made. In this 
latter regard, the meeting served to confirm judgements. 
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What was notable here was the fact that the pupils were involved in the creation of 
the success criteria against which they were judged. This was a collegial approach, 
not only between teachers; this collegiality extended to the pupils as well. Engaging 
learners in co-construction of the success criteria for the moderated learning 
intentions was viewed as a vital element.  
³ZHZHUHGHWHUPLQHGWKDWFKLOGUHQZRXOGEHLQYROYHGLQGHVLJQLQJWKHILQDO
RXWFRPH>RIWKHPRGHUDWLRQSURMHFW@DQGDOVRGHILQLQJWKHVXFFHVVFULWHULD´
(HT) 
 
7HDFKHUVKHOGWKHFKLOGUHQ¶VFRQWULEXWLRQWRWKHPRGHUDWLRQSURFHVVLQ high regard 
³,WKLQNWKDWPLQH>WKHFODVV@DUHEHWWHUDWZULWLQJ6&WKDQ,DP«,ZDVOLNH
µZKDW¶´3DUWLFLSDQW 
³LWTXLWHDVWRXQGVPHVRPHWLPHVZKDWWKH\ZLOODFWXDOO\FRPHRXWZLWK´
(Participant 1). 
 
Teachers also felt that this involvement ensured children were more focused in their 
OHDUQLQJ³LWLVJLYLQJWKHPRZQHUVKLSEXWLWVNHHSLQJWKHPFRQVWDQWO\IRFXVVHGRQ
ZKDWWKH\QHHGWRGR´DQGRIIHUHGWKHPSHUVRQDOLVDWLRQDQGFKRLFH³HVSHFLDOO\WKH
kind of personalisation and choLFHWKDW¶VPDGHDGLIIHUHQFe. Whereas before you 
know I would talk to them about what they were going to do and then I would do 
ZKDW,SODQQHGDQ\ZD\´3DUWLFLSDQW 
 
%XWPRGHUDWLRQZDVDOVREHLQJHQDFWHGDURXQGµVWDQGDUGV¶LQWKHIRUPRIOHDUQLQJ
intentions and success criteria: 
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ZKDWZHZDQWHGWKHPWREHDEOHWRGRLVWKHOHDUQLQJLQWHQWLRQV«DQGWKH
specific skills, knowledge and abilities that underpin it; they were the success 
criteria. (HT) 
 
7KHWZRWHDFKHUVZKRUHVSRQGHGXQGHUVWRRGDVWDQGDUGWREH³ZKDWVKRXOGEH
DFKLHYDEOH´3DUWLFLSDQWDQG³ZKDW\RXDUHH[SHFWLQJLVFRKHUHQW«QRWFKDQJLQJLQ
GLIIHUHQW\HDUV«REYLRXVO\ZHPDNHDOORZDQFHVIRUGLIIHUHQWLDWLRQDQGLQGLYLGXDO
QHHGV´3DUWLFLSDQW$VLPLODUFRQFHSWLRQwas held by the QIO: 
:HOO,¶PDQDVVRFLDWHDVVHVVRUZLWK+0,(DQG,¶POHDUQLQJDV,JRDORQJ
what they mean by standards.  Basically I think where they are coming from is 
that a standard is almost unique to an individual. That an individual standard 
of attainment is measured by how much they have progressed from where 
they have come from, you know from a starting point; when they went into this 
class they were here and went the left this class they were here, that kind of 
thing. 
 
At one level, this challenges accepted international literature on the subject of 
standards whereby externally agreed rubrics define levels to be achieved. However, 
in many ways this is also symptomatic of the drive, seen across the world, for 
progression as a marker of success. Whilst the absolutist version of standards might 
call for simSOLVWLFLQWHUSUHWDWLRQVWKDWFRXQWHQDQFHµOHYHOFKHFNLQJ¶a more nuanced, 
progression-based understanding calls for interpretations based on the difference 
between levels. In one sense, then, these are somewhat distant interpretations. On 
another level, however, they connect intimately, for both use externally mandated 
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points against which to judge. Clearly, the absolutist version is concerned with 
proving, whilst the progression-based version is concerned with improving. 
 
Discussion 
From the thematic coding, overarching themes were identified: 
x Social Moderation  
 ? Learning, Teaching and the Curriculum  
 ? Relationships  
 ? The Vision for Pupils 
 
Social moderation 
Findings here reflect the recent preponderance of interpretivist research extoling the 
benefits of moderation as a socio-cultural learning experience in which developing 
teacher judgement is central (Adie, 2013a; Harlen, 2004; Reid, 2007; Klenowski 
&Wyatt-Smith, 2014; Smaill, 2013). Moderation in Scottish primary schools, as 
communicated in Scottish policy, has also shifted from external moderation through 
national tests to social moderation (Harlen, Malcolm & Byrne, 1995; Scottish 
Government, 2010) although there is to be a shift in this matter back to national 
testing as of 2017 (The Scottish Government, 2016).  
 
Within the school, and local authority, the moderation discourse changed over time, 
from an external out-with school event, to a social out-with school event and from 
2013 onwards to a social within school process. Whilst national policy gives no 
prescriptive guidance as to how moderation should be enacted, the school 
understood social moderation to be a nine stage process split into three moderation 
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meetings, time for which is included in the collegiate calendar. This reflects current 
policy that understands moderation to be a social process in which teachers: 
a. plan learning, teaching and assessment 
b. check that assessment tasks and activities provide learners with fair and valid 
opportunities to meet the standards and expectations before assessments are 
used 
c. VDPSOHHYLGHQFHIURPOHDUQHUV¶ZRUNDQGUHYLHZWHDFKHUV¶MXGJHPHQWV 
d. DJUHHVWUHQJWKVLQOHDUQHUV¶SHUIRUPDQFHVDQGQH[WVWHSVLQOHDUQLQJ 
e. SURYLGHIHHGEDFNRQWHDFKHUV¶MXGJHPHQWVWRLQIRUPLPSURYHPHQWVLQ
practices 
(Scottish Government, 2010, p. 3) 
 
In the meetings, teachers jointly planned and negotiated what was to be moderated 
(a). Generated OHDUQLQJLQWHQWLRQVDQGVXFFHVVFULWHULDWRXVHDVµVWDQGDUGV¶LQYLWLQJ
pupils to suggest tasks to be undertaken to meet these (b). Calibrated pupil and 
teacher success criteria into an assessment rubric (b). Jointly planned assessment 
tasks and discussed the evidence of learning (c). And, shared the evidence of 
pupil(s) learning. The data gathered is not suggestive of teachers agreeing next 
steps for pupils (d) or providing each other with feedback on their judgements (e), 
GHVSLWHHQFRXUDJHPHQWIURPWKHKHDGWHDFKHUWRµFKDOOHQJHHDFKRWKHU¶with regards 
to evidence of learning presented. Teaching staff did not agree prior to the 
moderation of evidence what should be shared at the meetings. This suggests that 
moderation in the school is functioning primarily as a mechanism for collegiate 
µLPSURYHPHQW¶UDWKHUWKDQLQGLYLGXDOµDFFRXQWDELOLW\¶0D[ZHOO 
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Learning, Teaching and the Curriculum  
The relationship between learning, teaching, curriculum and moderation is 
established in theoretical literature (Taylor, 1994). Recently, Klenowksi & Wyatt-
Smith (2014), note that moderation has the potential to alter what teachers do in their 
classrooms. In Scottish polic\WHDFKHUVDUHH[SHFWHGWR³SODQOHDUQLQJWHDFKLQJDQG
DVVHVVPHQW´ZKHQHQDFWLQJPRGHUDWLRQ6FRWWLVK*RYHUQPHQWS7KHdata 
demonstrate that from 2011 onwards, moderation developed alongside joint-
planning, curriculum development, an understanding of skills progression, team 
teaching and peer observation of practice.  All of these elements would become 
parts of moderation as enacted. Within the school, moderation was a vehicle for 
developing interdisciplinary project-based learning around themes. Discussions of 
what should be moderated facilitated the linking of these themes with curriculum 
areas. In contrast to Hayward et al (2012), this study did not find the issue of 
µVWDQGDUGV¶WREHSURPLQHQWWKLVPD\EHDUHIOHFWLRQRIWKHSUHYDLOLQJQDWLonal policy 
discourse of the time vis-à-vis testing. However, teaching staff reported that 
moderation had affected positively their planniQJDQGWKH\ZHUHQRZPRUHµIRFXVHG¶
DQGµFRQILGHQW¶LQZKDWWKH\SODQQHGIRUFKLOGUHQDQGWKHH[SHFWDWLRQVWKH\KDGIor 
achievement within the curriculum levels.   
 
An international skills agenda (OECD, 2012) and national level (BtC4) is evident. 
Recent literature on the positioning of knowledge in Curriculum for Excellence 
suggests this may be problematic, as the place for NQRZOHGJHLQWKHVFKRRO¶V
moderation process is not clearly articulated (Priestley & Sinnema, 2014).  The 
national policy agenda of assessing progress and achievement correlates with the 
enactment of moderation in the school, evidenced by the production of progression 
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rubrics and the discussion of progress in relation to individual children 
(Educationscotland.gov.uk, 2015).  A shared understanding of teaching, learning and 
FXUULFXOXPLQWKHVFKRRODQGRIZKDWµTXDOLW\¶LVwith respect to these has 
underpinned the understanding and enactment of moderation. 
 
Relationships  
Effective relationships between the local authority and Education Scotland; the 
school and the local authority; the school and other schools and between teachers 
within the school were all factors that contributed to building an understanding of 
PRGHUDWLRQDQGRIHQDFWLQJPRGHUDWLRQDVDSURFHVV7KH+HDG7HDFKHU¶VHIIHFWLYH
leadership of moderation meetings was a key factor in enacting moderation in the 
school; all teachers reported that they felt supported, something which Hipkins & 
Robertson (2011) cite as vital to the moderation process. The Head established a 
vision of distributed leadership underpinned by dialogue about teaching and learning 
(cf. Priestley et al, 2011; Grainger et al, 2015). The moderation meetings were 
HQDFWHGDVDµFRPPXQLW\RISUDFWLFH¶(Lave and Wenger, 1991) in which all staff 
contributed in a way which was underpinned by a strong sense of shared values, 
VHHLQJWKHPVHOYHVDVµIDPLO\¶.lenowski & Wyatt-Smith, 2014). There was a positive 
attitude toward collaborative practice and sustained motivation in the school to 
HQJDJHLQµFRPPXQLW\EXLOGLQJ¶%OR[KDP+XJKHV	$GLH7KHLPSRUWDQFHRI
teacher leadership and ownership of the moderation process was also a key finding 
evidenced by a member of the teaching staff acting as a moderation facilitator. The 
WHDFKLQJVWDIIZHUHSRVLWLYHDERXWZKDWWKH\VDZDVµRQHRIWKHP¶WDNLQJIRUZDUG
moderation and this was a contributing fDFWRUWRWKHLUµEX\LQ¶According to Grainger 
HWDOµconsistency of teacher judgements is most enhanced by the 
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development of close relationships betweeQWHDPPHPEHUVEXLOWRYHUWLPH¶ a finding 
consistent with this study. 
 
The Vision for Pupils 
This research identified that the school had a shared vision for pupils that had 
influenced the way moderation was enacted.  Firstly there were discourses of equity 
whereby the school wanted children to achieve and be judged fairly according to 
their potential; as Adie et al (2013) note, this aids the moderation and teaching-
learning process. Such judgements led moderation, particularly in primary 4 to 7, to 
be enacted in multi-age and multi-stage groups where children were not being 
judged against a chroQRORJLFDOµQRUP¶ 
 
Secondly, staff were conscious of enabling pupils to have ownership of their learning 
in line with the Curriculum for Excellence design principle µSHUVRQDOLVDWLRQDQG
FKRLFH¶The calibration of pupil success criteria with teacher success criteria was an 
LPSRUWDQWHOHPHQWRIHQDFWHGPRGHUDWLRQZLWKWKHKHDGWHDFKHUµGHWHUPLQHG¶SXSLOV
would be involved in creating the assessment rubric and tasks.  Whilst ownership 
rather than calibration was the goal, the effect of involving pupils in the process of 
moderation was one of calibration between pupils and teachers concerning 
assessment criteria and how success was judged (cf. Hattie, 2013; Alexander, 
2013). Teaching staff reported this had made pupils more independent and effective 
at self-assessing, more able to speak about their learning and increasingly, with 
practice, better at framing success criteria. These findings concur with Hattie (2013) 
concerning calibration having a positive influence on pupil self-regulation and meta-
cognition. 
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Conclusion 
Within current Scottish educational policy, moderation is understood to be an 
effective form of professional learning and accountability (Scottish Government, 
2010). The main feature of such a system is one of ensuring educational success for 
pupils through professional development for teachers. The moderation process 
centres on the ideals of participation and close links between learning, teaching and 
assessment. One feature of the Scottish system is the use of moderation as an 
activity wKLFKVHHNVWRGHYHORSµWDVNVDQGDFWLYLWLHVZKLFKSURYLGHOHDUQHUVZLWKIDLU
and valid opportunities to meet the standards and expectations¶ required of them 
(Scottish Government, 2010: 3). (YLGHQFHIURPOHDUQHUV¶ZRUNLVWREHVKDUHGDQG
discussed along with a review of teacher judgements. In many respects, such a 
position adopts a moderation-as-social-process approach whereby a socio-cultural 
community of practice is engendered (Klenowski & Wyatt-Smith, 2014). Such an 
approach seeks to locate moderation as a professional learning activity (Adie et al, 
2013). 
 
Within the case study school, the understanding of moderation evolved from an 
external event to a social process. Moderation came to be understood through a 
whole school process underpinned by professional dialogue. At its core, such 
processes were believed to require both leadership and teacher ownership.  
 
Such matters were supported through the ways in which moderation enactment was 
achieved. The moderation process enacted in the study spanned nine stages, 
including three meetings over a period of three months.  The focus for the meetings 
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was: to decide on what was to be moderated and create learning intentions; to 
create a progression rubric of success criteria for each curriculum level; and to 
discuss the evidence of learning generated in the process of teaching. The process 
was led by the head teacher and a moderation facilitator and relationships within and 
out-with the school ZHUHDFRQWULEXWLQJIDFWRUWRWKHVFKRRO¶VVXFFHVVLQHQDFWLQJ
PRGHUDWLRQ7KHGDWDKHUHVKRZVWKDWPRGHUDWLRQZDVHQDFWHGDVDµSURMHFW¶RIWHQ
with an overarching theme (for example enterprise or leadership). The focus of staff 
when discussing what to moderate was on skills rather than knowledge. In this 
UHJDUGOHDUQLQJLQWHQWLRQVDQGVXFFHVVFULWHULDIXQFWLRQHGDVWKHµVWDQGDUG¶DURXQG
which both staff and pupils calibrated their judgement about achievement. 
Understanding progression from early to third level of the curriculum was a central 
DLPRIWKHPRGHUDWLRQSURFHVVGHVFULEHGE\WKHKHDGWHDFKHUDVWKHµYDOXHDGGHG¶DW
each level. 
 
In an attempt to conceptualise moderation with regard to the results of this study and 
wider literature, we offer figure 3 as a representation. This consists of two 
perpendicular continua that together form 4 quadrants. The continua are represented 
by arrows to indicate that they are indicative of a spectrum of possibilities. Although 
the descriptions for each quadrant might be read as bounded, they are indicative of 
positons within the relative areas indicated.  
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Figure 3: moderation typology 
 
The horizontal continuum represents an interplay between, on the one extreme, 
mechanisms that seemingly respond to policy, whilst at the other, mechanisms which 
seemingly enact policy. Here enactment is taken to be µan understanding that 
policies are interpreted DQGµWUDQVODWHG¶E\GLYHUVHSROLF\DFWRUVLQWKHVFKRRO
environment, rather than VLPSO\LPSOHPHQWHG¶DQGWKDWFRQVHTXHQWO\µputting 
policies into practice is a creative, sophisticated and complex process that is always 
also located in DSDUWLFXODUFRQWH[WDQGSODFH¶%UDXQ0DJXLUHDQG%DOO 
The vertical axis represents the interplay between, on the one hand, mechanisms 
that are based on moderation as a credentialising activity; that is to say moderation 
as proving the value or worth of an individual or group relative to a set of standards. 
The other end counters this and represents moderation as a means to measure 
improvement. 
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Within this schematic can be discerned five elements for consideration. Firstly, the 
relative position against the axes identifies the ways in which teachers are oriented 
as actors in the moderation process; at the one end are mechanisms that point to 
teachers as conduits of policy, and at the other, teachers as enactors of policy. 
Secondly, the aims of moderation. Here can be seen the distinction between 
moderation as a mechanism to validate and moderation as a means to learn. Thirdly, 
the relationship between the professional and the state including the standing they 
have as professionals within the public sphere is indicated by, on the one hand, 
performative accounts and on the other wider ideas of professionalism including 
collaborative working. Fourthly, the locus for the moderation be that external or 
internal. Finally, the exemplification of epistemological matters: the construction of 
knowledge and its perceived effect come to the fore within the bounded case of 
moderation as a form of social activity. Here a distinction can be made between 
moderation that seeks to validate one, external reality or moderation that recognises 
the contextualised nature of educational knowledge and its relationship with and to 
forms of knowing. 
 
Whilst work towards the upper right quadrant seemed part of the aims for the school, 
how this was realised was also noteworthy. Clearly, in line with trends in the 
literature, moderation in the school has moved from being externally focused to 
socially mediated. The data suggests that the participants viewed moderation as a 
µFRPPXQLW\RISUDFWLFH¶DQGDVDIRUPRIVRFLR-cultural learning. The discourses of 
PRGHUDWLRQLQWKHVFKRROIRFXVHGRQµHTXLW\¶IRUOHDUQHUVZLWKUHJDUGVWR
expectations for children not being bound by year group norms; community building 
through moderation, regarding it as having increased the amount of time spent 
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working together informally; and professional learning, particularly in relation to skills 
progression, planning and curriculum development. 
 
With regard to the purpose of moderation in current policy as communicated through 
BtC5, data here showed that teachers engaged in planning, task development and 
the collation of evidence for review. The data gathered is not suggestive of teachers 
agreeing next steps for pupils or providing each other with feedback on their 
judgements. In the absence of these latter two points, the dual purpose of 
accountability and professional learning, as communicated in policy, was not fully 
realised. Teaching staff did not agree prior to moderation meetings the evidence 
around which they would feed back on their professional judgements. The evidence 
SUHVHQWHGZDVQRWV\VWHPDWLFDOO\DQDO\VHGIRUSXSLOV¶QH[WVWHSV7KLVVXJJHVWVWKDW
the purpose of moderation in the school is functioning primarily as a mechanism for 
collegiate improvement and professional learning, strongly aligned to curriculum 
development and planning for skills. 
 
However, this latter position must be considered further. Since the announcement by 
the Scottish Government that national testing is to return (The Scottish Government, 
2016), questions can now be asked about the place for activities which concentrate 
on professional development and collegiate working but which do not turn to matters 
RIµHIIHFWLYHQHVV¶DQGµLPSURYHPHQW¶DVPHDVXUHGE\WHVWVFRUHV7KHµUHJLPHRI
WUXWK¶RIWHQVDQFWLRQHGE\WHVWLQJLQRWKHUFRuntries, for example England and 
Australia, often directs professional activity towards mechanistic processes designed 
to uplift educational attainment. Whether this will occur in Scottish schools remains 
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to be seen. It may well be that the process remains one of a community of practice; 
time will tell. 
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